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An introduction to education research methods: Exploring the learning journey of 
pre-service teachers in a transnational program 
 
Internationally there is interest in developing the research skills of pre-
service teachers as a means of ongoing professional renewal with a distinct 
need for systematic and longitudinal investigation of student learning. The 
current study takes a unique perspective by exploring the research learning 
journey of pre-service teachers participating in a transnational degree 
program. Using a case study design that includes both a self-reported and 
direct measure of research knowledge, the results indicate a progression in 
learning, as well as evidence that this research knowledge is continued or 
maintained when the pre-service teachers return to their home university. 
The findings of this study have implications for both pre-service teacher 
research training and transnational programs. 
Keywords: pre-service teachers; research training; transnational programs 
Introduction  
The purpose of this study was to explore Malaysian pre-service teachers’ learning of 
research methodology. This group of 55 pre-service teachers was enrolled in a 
Malaysia-Australia Bachelor of Education (TEFL) twinning program. In this program 
the pre-service teachers studied the second and third years of their degree in Australia 
and their first and final years in Malaysia. In their third year of study (in Australia) the 
pre-service teachers were required to complete an introduction to research methods 
subject which covered research designs and a range of data collection and analysis 
techniques. Completion of this subject resulted in a research proposal that the pre-
service teachers would then operationalise as a classroom research project upon 
returning to complete their final year of study in Malaysia. The context of this study is 
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unique as it focused on the detailed understanding of research learning by a full cohort 
of international students in a transnational program.  
Transnational programs are structured using a variety of models (McBurnie & 
Ziguras, 2007), which have been summarised as “higher education that takes place in 
situations where the teacher, student, programme, institution/provider or course 
materials cross national jurisdictional borders” (UNESCO/OECD, 2005, p.9).  This 
definition notes that the core feature of transnational programs is the notion of 
movement across national boundaries, which can take the form of institutional mobility, 
program mobility and student mobility. The current research focuses on a transnational 
twinning program based on student mobility. Under such an arrangement, the 
curriculum is usually generated by the awarding institution and delivered by lecturers 
from both institutions (Dunn & Wallace, 2008). The risk here is that while the 
curriculum may work in the context of the awarding institution, it may not be wholly 
understood, or be locally applicable, within the context of the twinning partners 
(Shanahan & McParlane, 2005). Our program differed. 
We argue that effective curriculum needs to be mutually developed between the 
two institutes in the program to ensure that it is both globally coherent cross-
institutionally while being locally relevant to the particular context in which the 
students are working. The uniqueness of the current education program is its 
international and intercultural character where the undergraduates’ learning of research 
was built up across two universities in two different cultural contexts over a two-year 
span. As these students transitioned between the two institutions, they also transitioned 
interculturally, experiencing first-hand the accepted research processes and practices 
applied in both Australia and Malaysia. Mediating social practices, including research 
practices, across national borders and learning to operate productively in both contexts 
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provided rich opportunities for these students to develop their intercultural capacities 
(Deardorff, 2009).   
Given the intention to cross-institutionally organise this introduction to research 
methods,  two research subjects were created; one was taught at the Australian site 
(understanding research methodology) and the other (application of research) was 
taught at the Malaysian site. Both subjects were created by lecturers in both institutions 
so that student learning in the second subject (in Malaysia) flowed directly from the first 
subject (in Australia). While there is growing literature about student collaboration in 
international higher education programs (Caluya, Probyn & Vyas, 2011; Kimmet & 
Volet, 2012), there is a lack of information on cross-institutional collaboration between 
educators in international degree programs (Gopol, 2011; Leask, 2006) and how this 
collaborative effort affects student learning. Our collaborative work considered the 
growth and needs of the pre-service teachers so they transitioned in their learning. 
There is a dearth of evidence that tracks students’ learning of research 
methodology, particularly learning within a twinning program. Our study addresses 
these gaps in the research literature. Our findings suggest that tracking the continuing 
development of university students as nascent researchers provides valuable information 
on how they comprehend the complexities of research methodology and subsequently, 
how they apply such knowledge in their own research projects in local schools. It is this 
tracking both over time and transnationally that makes our study unique. 
Studies to date have tracked students’ learning about research then applying 
their knowledge as action research projects while on field experience placements in 
schools at the local level. For example, Smith and Sela (2005) and Trent (2010) 
describe programs for preparing pre-service teachers to do action research while on 
their school placements. This kind of action research process allows for pre-service 
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teachers to develop reflective thinking about newly developing teaching practices; 
however, it is not without its problems, foremost of which are students’ competing 
priorities of time management of the research while at the same time completing their 
course requirements as novice teachers. Unlike previous studies, the current classroom 
research was not restricted to action research, although it was hoped that pre-services 
teachers’ understanding of research could inform their subsequent teaching practice.   
In a study of second year pre-service primary teachers in the Netherlands, van 
der Linden, Bakz, Ros, Beijaard and Vermeulen (2012) explored pre-service teachers’ 
attitudes towards conducting and using research in their teaching but not as action 
research. While the pre-service teachers found the inclusion of authentic tasks 
(examples of research from practice) beneficial to their learning, they could not see an 
overall connection of this introductory course in research to the rest of their curriculum 
in teacher training. Not enacting what they were learning about research appears to have 
limited pre-service teachers’ understanding of the application and efficacy of 
educational research.  
In other academic disciplines, undergraduate research training programs 
specifically combine theoretical and practical aspects, akin to an apprenticeship of real 
research work. Hunter, Laursen and Seymour (2006), report a clear shift in 
undergraduate student confidence over a 10 week period from being intimidated when 
reading research articles to doing the same activities as researchers. Benefits in terms of 
professional and personal development and new ways of thinking have been identified 
by undergraduate students as being the most valuable (Cartrette & Melroe-Lehrman, 
2012; Hunter, et al., 2006).  
In an Australian study, Dunn, Harrison and Coombe (2008) reported that pre-
service teachers initially thought research to be ‘academic’ and only of value if the 
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outcome was to improve teaching. These pre-service teachers undertook a core subject 
in an Early Childhood education program where the focus of the subject was to help 
students develop the skills in understanding how educational research is conducted, to 
be able to critically appraise research literature and reports, and understand the use of 
particular research methods most appropriate for the focus of a research study. An 
essential component of the unit was to prepare pre-service teachers to conduct their own 
small-scale research project. At the completion of their research unit, these pre-service 
teachers could see how research skills were transferable to other subjects and that they 
were able to use these skills to effectively critique their own work and the work of 
colleagues. In many of these examples (Dunn et al., 2008; Smith & Sela, 2005; Trent, 
2010), students first completed a university course of study on the theoretical and 
methodological approaches to research before conducting a quasi-action research 
project in classrooms.  
Data from these research studies indicate that students who complete 
undergraduate research programs are better able to connect theory to teaching practice, 
their preconceived notions about teaching are challenged, and they are better equipped 
to meet the challenges of becoming new teachers. What appears to be missing is 
research that tracks students’ learning both transnationally and longitudinally. What 
changes in research knowledge occurred for students who were in engaged in a 
transnational program? In particular the focus of the current study was on the learning 
of research methods, both pre-service teachers’ perception of their emerging knowledge 
and their demonstrated application of knowledge in developing research interview 
questions.  
The research training program and research project implementation 
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Participants and context 
This paper focuses on the learning of educational research methods by 55 pre-service 
primary Teaching English as a Foreign Language (TEFL) teachers (46 female and 9 
males, 21-25 years of age), over an 18 month period, including 12 months in a large 
university in Queensland and six months after returning to the host university in Kuala 
Lumpur. This research received approval from the university human research ethics 
committee and was conducted in accordance with Australian guidelines.    
The current paper reports on students’ research development over two phases. 
Phase one was conducted at the Australian university using a survey design to track 
students developing understanding of research. Phase two data was gathered after the 
pre-service teachers had returned to Malaysia and had completed their research projects 
in local schools. Such a longitudinal study has not been conducted before. This research 
aimed to: 
1. Determine the nature of changes in pre-service teacher self-reported knowledge of 
research and application of research knowledge when engaged in a targeted program 
in Australia. 
2. Determine the nature of changes in self-reported knowledge of research and 
application of research knowledge when pre-service teachers transition from studies 
in Australia to final studies in Malaysia. 
Method 
Data collection  
This research is in the form of a case study of one pre-service primary TEFL teacher 
cohort, investigating knowledge of educational research. Knowledge of education 
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research was determined using both direct and indirect means. It was considered 
important in the present study to include both student self-reported knowledge (indirect) 
and demonstrated knowledge (direct – developing research interview questions). 
Research studies (e.g. Pike, 2011; Podsakoff, MacKenzie, Lee & Podsakoff, 2003) have 
identified that there can be discrepancies between the results of indirect and direct data 
collection techniques. In order to address these issues of validity and reliability this 
research has purposefully employed both indirect and direct measures of research 
knowledge.  Student self-report contained 10 questions to assess knowledge of research 
methods, using a six-point scale (Appendix A). These questions were formulated based 
on the key aspects of research methods, and the structure of the introduction to research 
methods subject. The application task required students to demonstrate their applied 
research skills in constructing interview questions for a given scenario (Appendix B). 
Demonstrating the ability to develop research interview questions was identified as an 
important mechanism for demonstrating knowledge of a research method, and one most 
commonly utilised in education research. It required the students’ careful planning and 
construction of interview questions in order to address prescribed research aims.  
Over the 18 month period data were collected at four time points (Time 1 - 4), 
using the same self-report questions and application task. Based on the two distinct aims 
the analyses and results have been described in two phases. In phase one, the survey 
was completed at three time points throughout one academic year during the 
introduction of research methods in Australia; these were specifically selected based on 
when students would gain exposure to research methods. Time 1: at the beginning of 
Semester 1, before completing the classroom-based action research unit. Time 2: at the 
beginning of Semester 2, before completing the comprehensive unit on the introduction 
to research methods. Time 3: at the end of Semester 2, after completing all research 
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methods units. In phase two, after returning to Malaysia, Time 4 data collection 
occurred. This was after the students had completed their research project and presented 
their final results as part of a student conference. Out of the cohort (n = 55), 40 
participants completed the survey at Times 1-4, and were used in analyses.   
 
Data analysis 
Phase one: Introduction of research methods in Australia 
This analysis aims to depict the learning journey (Time 1 - 3) while engaged in specific 
research methods training in an Australian university. Individual responses from the 
self-report component were entered into a Time (3) × Question (10) repeated measures 
analysis of variance to determine change over time across the 10 questions. Over the 
first three time points, this analysis determined if there were statistically significant 
changes in the pre-service teachers’ self-reported knowledge of research.   
Responses from the application task were transcribed verbatim. Individual 
responses across the three time points were grouped together and analysed inductively 
in order to determine if there were qualitative changes in the interview questions 
constructed by the pre-service teachers (demonstrating the application of their research 
knowledge). Two researchers separately analysed the transcripts and through a process 
of peer debriefing agreed on the defining characteristics; these characteristics were 
specificity, clarity and flow. Specificity focused on the pre-service teacher responding 
to the three interview elements of the simulated task, targeting vocabulary instruction 
and asking for specific examples of practice, as well as decision making. Clarity related 
to the way the individual questions were constructed and how easy it would be for an 
interviewee to understand the intended meaning. As the research participants were 
completing their studies through English as a Second Language, their questions may be 
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comprehensible although formulated in non-standard English on some occasions. The 
flow characteristic related to the overall sequencing of the interview questions with 
more general questions that are easily responded to at the beginning and increasingly 
specific, more detailed questions towards the end of the interview sequence.  
Phase two: After returning to Malaysia 
The focus of this analysis was to compare Time 3, at the conclusion of study in 
Australia, to Time 4, after the return to Malaysia and completion of the student research 
project. Individual responses from the self-report component were entered into a Time 
(2) × Question (10) repeated measures analysis of variance to determine change over 
time across the 10 questions. This analysis determined if there was a statistically 
significant change in self-reported knowledge when the pre-service teachers transitioned 
back to studies in Malaysia.  
For the qualitative aspect, the Time 4 responses to the application task were 
transcribed verbatim and Time 3 and Time 4 responses were paired for each individual. 
This analysis was trying to determine if there were changes in how the pre-service 
teachers applied their research knowledge in constructing interview questions. As with 
phase one, attention was paid to the characteristics of specificity, clarity and flow, 
however, the overarching focus of phase two was to compare the overall depth and 
detail obtained from the Time 3 and Time 4 interviews in a broader sense. During peer 
debriefing the two researchers negotiated over whether the interview questions in Time 
3 and Time 4 would result in similar depth and detail in response to the task 
requirements.  
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Results 
This section of the report is separated into the two phases according to the distinct aims 
of the research project. Phase one focuses on exploring the learning journey during 
research training in Australia over three time points, including; self-reported knowledge 
of research, application of research knowledge and the combination of self-reported 
knowledge with demonstrated application of research knowledge. Phase two targets the 
transnational transition and compares the self-reported knowledge and application of 
research knowledge at the conclusion of studies in Australia (Time 3) and explores 
changes after completing their research project in Malaysia (Time 4). 
Phase one: Introduction of research methods in Australia 
Self-reported knowledge of research 
The main effect of Time was significant (F(2, 74) = 78.395, p < 0.001), with the mean 
reported knowledge of research for each time point significantly higher (p < 0.01) than 
the previous. The greatest gains were evident in Time 3 (Time 1: M = 3.092, SD = 1.05; 
Time 2: M = 3.490, SD = 1.02; Time 3: M = 4.625, SD = 0.79). The 10 questions had 
significantly different responses (F(4.874, 180.341) = 13.896, ε = 0.542, p < 0.001). 
Examining the pairwise comparisons, with Bonferroni correction for multiple 
comparisons, revealed Questions 7-10 most often distinguished themselves from the 
remaining Questions 1-6. Questions 7-10 were distinct in that they focused on specific 
research skills (survey design, planning interviews, ethics and mixed methods research), 
whereas Question 1-6 incorporated more general concepts (general research methods, 
database searching, report structures, literature review, and understanding qualitative 
and quantitative research) that the pre-service teachers would have had exposure to as 
part of their university studies. Figure 1 represents the mean self-reported knowledge 
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across three time points for the 10 questions surveyed. This graph indicates the areas 
where students perceived they gained the most knowledge over the year. Overall the 
greatest gains were seen in knowledge of qualitative research (Q5), understanding 
research ethics (Q9) and knowledge of mixed methods research designs (Q10).   
[insert Figure 1 about here] 
Application of research knowledge 
In writing a sequence of five interview questions, the pre-service teachers were required 
to apply their research knowledge and address the following scenario: 
Imagine that you are an educational researcher.  You want to gather information 
from a group of experienced teachers about the strategies they use to teach 
vocabulary. Your goal is to understand the decision making process behind 
selecting a particular strategy, with specific examples of when they are used; you 
want depth of understanding. 
The specifics of this task meant that three elements needed to be included in the 
interview questions: strategies to teach vocabulary, decision making processes behind 
strategies and a specific example of when these strategies were used. Based on these 
three specific elements and the clarity and flow characteristics, groups emerged. A large 
portion of the pre-service teachers (62.5%) started Time 1 covering only one or two of 
the specific elements rather than three, with the remaining pre-service teachers covering 
two or more of the specific elements. When considering the progression over the three 
time points, 65% of all participants demonstrated consistent improvements in the 
inclusion of specific elements, as well as question clarity and flow. The remaining 35% 
demonstrated some progression over the three time points but with less consistency for 
the required characteristics of specificity, clarity and flow. Overall, there was evidence 
of a developing ability to apply research knowledge to a given scenario.  
12 
 
The first example displays similar responses in Time 1 and 2, but a clear 
improvement in Time 3 (see Example 1). In Times 1 and 2 there is inclusion of 
strategies, but the questions lack clarity and the specific focus of the questions was not 
on teaching vocabulary. Interview questions that focused on vocabulary were present in 
Time 3. Crucially, the introduction to research methods unit was completed between 
Time 2 and 3.    
 
[insert Example 1 about here] 
 
The second example demonstrates a strong beginning in Time 1 and a consistent 
progression through to Time 3 (see Example 2). In contrast to Example 1, this pre-
service teacher (Example 2) is able to target majority of the specific elements that 
related to the interview task. There is a flow to the questions and they are clearly 
expressed for the interviewee; this is particularly evident when looking at the interview 
questions as a coherent sequence.  
 
[insert Example 2 about here] 
 
The two types of evidence (self-reported knowledge of research and application 
of research knowledge) gathered during phase one in Australia have demonstrated a 
similar change over time. The match between the different measures is important in 
terms of demonstrating robust results that support the outcomes of research training 
program. Of particular interest to the transnational program is tracking what changes in 
knowledge occurred when pre-service teachers returned to Malaysia and comparing 
these changes with previous data.  
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Phase two: After returning to Malaysia 
Self-reported knowledge of research 
The main effect of Time was not significant (F < 1), indicating the mean reported 
knowledge of research was similar when leaving Australia and after returning to 
Malaysia (Time 3: M = 4.625, SD = 0.79; Time 4: M = 4.615, SD = 0.87). As with 
Times 1 – 3, the 10 questions continued to demonstrate significantly different patterns 
of responses (F(6.002, 234.075) = 24.106, ε = 0.667, p < 0.001). 
Examining the pairwise comparisons, with Bonferroni correction for multiple 
comparisons, revealed Questions 7 and 10 most often distinguished themselves from the 
remaining questions. Questions 7 and 10 were distinct in that they focused on specific 
research skills (survey design and mixed methods research) that students did not 
implement as part of their research projects. These questions were also distinct in phase 
one of the study at Times 1, 2 and 3 (Figure 1). Interestingly, Questions 8 and 9 
(planning interviews and ethics) no longer distinguish themselves as they did when 
exploring the results in phase one. This could be linked to all students implementing 
interviews and ethics procedures as part of their research projects in Malaysia. Figure 2 
represents the mean self-reported knowledge across all four time points for the 10 
questions; this graph indicates Times 3 and 4 most prominently.  
 
[insert Figure 2 about here] 
Application of research knowledge 
The aim of this section was to determine any changes in the application of research 
knowledge, comparing response at the completion of studies in Australia and after 
returning to Malaysia. The application of research knowledge followed the same 
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simulated scenario as phase one and required the creation of five interview questions.  
Looking at overall depth and detail of the Time 3 and Time 4 interview questions, 
several trends emerged. In only a very small proportional of cases (10%) did individuals 
demonstrate a decrease in the depth and detail in Time 4. The majority of individuals 
(90%) either demonstrated similar or increased depth and detail; 62.5% were similar 
and 27.5% of pre-service teachers demonstrated increase depth and detail in their 
interview questions. Overall, this indicates the success of the research training program.    
 The pre-service teachers (27.5%) who demonstrated an increase in depth and 
detail often followed a similar pattern. In Time 3, the constructed interview questions 
may have lacked some clarity and specificity related to the scenario. In Time 4, an 
increase in interview question specificity was evident or all elements were present (see 
Example 3).    
 
[insert Example 3 about here] 
 
 Of the pre-service teachers (62.5%) who demonstrated similar depth and detail 
in the interview questions, there were two distinct profiles. These profiles were 
dependent on the elements (specificity, clarity and flow) at Time 3: (1) those with 
nearly all elements at Time 3; and (2) those with only some of the elements at Time 3. 
Regardless, the focus of the analysis was to explore individual change after the 
completion of Australian studies (Time 3) and after returning to Malaysia (Time 4). 
While there were slight variations in the phrasing of questions, it was agreed that similar 
depth and detail would be achieved from the respective interviews in Time 3 and Time 
4 (see Example 4). 
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[insert Example 4 about here] 
Discussion  
Over the years research has focused on collegial approaches to developing pedagogical 
practices between Australian and twinning partner institutes to support student learning 
(Dunn & Wallace, 2008; Heffernan & Poole, 2005). It is advocated that a partnership of 
staff from the two teaching institutions take into the consideration the possible learning 
differences that students may face in transnational education and work together to 
ensure a smooth transition from one to the other. Such collaboration involves a 
continual dialogue between partners. In our research this dialogue was particularly 
important as developing understanding research methodology in year three of the 
Bachelor of Education (completed in Australia) was a pre-requisite subject for the 
fourth year subject of operationalizing a classroom research project in Malaysia. The 
collaboration occurred not only in curriculum writing but also in scaffolding student 
learning so that the knowledge and skills the pre-service teachers developed in their 
third year (Australia) would be carried over and utilized in practice in their fourth year 
(Malaysia).  
 In essence, this research sought to depict the learning journey of pre-service 
teachers as they undertook research methods training transnationally. Unlike existing 
studies, that focused on changes in pre-service teacher attitude to research (Dunn et al., 
2008; Trent, 2010) or the process of teaching research methods (Smith & Sela, 2005), 
the present study focused on knowledge change about research as applied to a simulated 
scenario. Additionally, previous studies on pre-service teachers’ development of 
research skills have been done locally; ours tracked pre-service teachers’ learning both 
transnationally and over time. 
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The first task of learning for the pre-service teachers in Australia incorporated 
self-reported knowledge of research methods and the second task completed in 
Malaysia provided a unique perspective where the pre-service teachers were required to 
demonstrate research skill in an application task; the particular application task was 
developing research interview questions. Both the self-report and the application tasks 
demonstrated improvement across the three time points. The van der Linden et al. 
(2012) study found a similar increase in research knowledge and skills development, but 
relied solely on student perception. The application task reported in the current research 
proved insightful, as the consistency of improvement seen in the self-reported responses 
was not always reflected in the pre-service teacher’s application of research knowledge 
when constructing interview questions for the prescribed scenario. This inconsistency 
may have been due to different factors. For example, the range of knowledge gained 
may simply reflect the range of student capabilities found in any classroom in that one 
would not expect a homogenised set of data when testing student knowledge. 
Alternatively the findings may reflect students’ differing levels of confidence in seeing 
themselves as researchers. However, there was a significant change in the students’ 
ability to apply research knowledge from the Australian phase of the research to the 
Malaysian phase. In Australia, students (65%) demonstrated a developing ability to 
apply research knowledge to a given scenario. Upon their return to Malaysia, the 
majority of students (90%) recorded a similar or increased depth in ability to apply 
research knowledge to a given scenario. These findings indicate that students’ 
application of learning from one context to another increased. This gain in knowledge is 
the hope for any teaching program. The fact that it occurred in a transnational program 
is very encouraging for future programs.  
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There is a dearth of research in the area of students’ transfer of knowledge from 
one site of learning to another in transnational education. The current research provides 
initial insight into factors which need to be considered such as collaborative curriculum 
development between transnational partners and tracking students’ learning 
longitudinally. However, more study in this area is needed to also understand the 
patterns of research learning journeys in national programs in comparison to this 
example of research training in a transnational program.  
Conclusion 
The research learning journey of undergraduate pre-service teachers is both important 
and complex. The international innovation in teacher education reported on in this paper 
supports the important shift in pre-service teacher perspective that results from engaging 
in research training (Trent, 2010; van der Linden et al., 2012). These perspectives relate 
to the importance of pre-service teachers developing research skills that they can refine 
as educational professionals (Dunn et al., 2008), as well as to the value of applying 
critical and analytical research thinking to the classroom (van der Linden et al., 2012). 
This study has shed new light on the complexities of learning research methods. 
Introducing research methods as part of an undergraduate degree program is the first 
step towards developing these pre-service teachers as active researchers of their own 
classroom practice in the future. Further studies should continue to follow this learning 
journey beyond undergraduate study and into the field.  
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Appendix A: Student self-report 
 
Instructions:  Please circle the number on the scale which best fits your situation: 
                                               Emerging   Developing   Mastering 
 
1. I have limited knowledge 
about research methods in 
general. 
 
1 2 3 4 5 6 I have very good 
knowledge about research 
methods in general. 
 
2. I have limited skills in 
doing a database search for 
relevant research literature. 
1 2 3 4 5 6 I have very good skills in 
doing a database search 
for relevant research 
literature. 
 
3.  I have limited knowledge 
about the components of a 
research report. 
 
1 2 3 4 5 6 I have very good 
knowledge about the 
components of a research 
report. 
4. I have limited skills for 
writing a proper literature 
review. 
 
1 2 3 4 5 6 I have very good skills for 
writing a proper literature 
review. 
 
5. I have limited 
understanding of what 
qualitative research is. 
 
1 2 3 4 5 6 I have a very good 
understanding of what 
qualitative research is. 
 
6. I have limited 
understanding of what 
quantitative research is. 
 
1 2 3 4 5 6 I have a very good 
understanding of what 
quantitative research is. 
 
7. I have limited skills in 
designing effective  
surveys 
1 2 3 4 5 6 I have very good skills in 
designing effective  
surveys 
 
 
8. I have limited skills in 
planning interviews 
1 2 3 4 5 6 I have very good skills in 
planning interviews 
 
 
9. I have limited skills in 
applying for ethical 
approval 
1 2 3 4 5 6 I have very good skills in 
applying for ethical 
approval 
 
 
10. I have limited 
understanding of mixed 
methods designs 
1 2 3 4 5 6 I have very good 
understanding of mixed 
methods designs 
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Appendix B: Application task 
 
Imagine that you are an educational researcher.  You want to gather information from a 
group of experienced teachers about the strategies they use to teach vocabulary. Your 
goal is to understand the decision making process behind selecting a particular strategy, 
with specific examples of when they are used; you want depth of understanding.   
Please use the space below to detail a sequence of questions (approximately 5) that 
could be used in an interview with an experienced teacher. 
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Example 1. Responses from one pre-service TEFL teacher who demonstrated the 
greatest improvement, between Times 2 and 3, in constructing interview questions. 
Specific elements are identified with bold text. 
Time 1 
1. What class are you teaching? 
2. Who always make decision in class? 
3. What kind of strategy you use to make the decision? 
4. Why you use that kind of strategy? 
5. Do you think that is the best strategy to be used? 
Time 2 
1. What make you choose that strategy? 
2. Did you put into consideration of your student's ability? 
3. Where do you get the idea? 
4. How do you use this strategy?  
5. Did it work well? 
Time 3 
1. What is the strategy you use to teach vocabulary? 
2. Why do you use this strategy? 
3. What are the considerations need to be addressed in teaching vocabulary?             
4. Do you think this strategy could address the considerations? 
5. How far do you think this strategy could help in developing students learning? 
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Example 2.  Responses from one pre-service TEFL teacher who demonstrated key 
interview elements from Time 1, but over time still demonstrated progression in terms 
of flow and clarity. Specific elements are identified with bold text. 
Time 1 
1. As an experienced teacher, what is the best way for a new teacher to start off a 
vocabulary lesson.  
2. What aspects do you consider when teaching vocabulary to the students?  
3. What are the obstacles that normally you faced when conducting a lesson?  
4. What is the most effective strategy that you think you have done in teaching 
vocabulary to the students?  
5. What are the contributing factors that contribute to a less effective vocabulary 
lesson? 
Time 2 
1. What are the strategies that you normally used to teach vocabulary? 
2. What are the factors affecting your choice of strategies? 
3. Can you give the examples of the application of those strategies in the classroom? 
4. What are the obstacles in applying to those strategies? 
5. What are your suggestions for a new teacher like me if I am teaching vocabulary to 
the students? 
Time 3 
1. What are the common strategies that you use in teaching vocabulary? 
2. Does your choices of strategies being influenced by any factors? Please explain. 
3. Can you tell me a specific example of how you used those strategies in the 
classroom? 
4. Are there any obstacles in using the strategies you mentioned just now? 
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Example 3. Phase two, comparing interview questions Time 3 and Time 4. Overall, this 
example demonstrates greater depth and detail in Time 4, relative to Time 3.   
Time 3 
1. What are your views on students' vocabulary level in your lessons?                         
2. What are the vocabulary instructions that you used to teach vocabulary?                 
3. How did the students respond to the instructions used?                                                  
4. What do you hope to achieve by using the vocabulary instructions that you 
mentioned? 
Time 4 
1. What are the strategies you used to teach vocabulary?                            
2. What are the reasons for using these particular strategies? 
3. How do you adapt the strategies to cater to students proficiency level?                        
4. How do you know if the strategies are effective or not?                             
5. How do you improve these strategies, if there are areas that need improvement? 
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Example 4. Phase two, comparing interview questions Time 3 and Time 4. Overall, this 
example demonstrates similar depth and detail across Time 3 and Time 4.  
Time 3 
1. What is the strategy you use to teach vocabulary? 
2. Why do you use this strategy?  
3. What are the considerations need to be addressed in teaching vocabulary? 
4. Do you think this strategy could address the considerations? 
5. How far do you think this strategy could help in developing students learning? 
 
Time 4 
1. What are the strategies that you used to teach vocab? 
2. What are the factors that you considered before making the decision?   
3. Do you think the strategy that you use suits the pupils needs? 
4. Did you vary the strategy?                                                                                     
5. Did you use different strategy for different phase of teaching?  
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Figure Captions 
Figure 1. Mean response over the course of a year in Australia, with specific training 
occurring between each of the time points.  
Figure 2. Mean response over Time 1 – Time 4. In this graph, specific attention is 
drawn to the similarity of the self-reported scores in Time 3 and Time 4.  
 
 
